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CHAPTER 1
INTRODUCTION
Expectations for academic writing across disciplines in graduate programs are high.
Today’s graduate scholars in any field must be prepared to communicate findings effectively to a
variety of audiences and venues, including peer-reviewed journals, conference presentations,
practitioners, legislators, and grant funders (Chittum & Bryant, 2014). Research, however,
confirms that students new to academic writing tend to struggle (Cameron et al., 2009; Huerta et
al., 2017), finding academic writing difficult and stressful (Mullen, 2006). It is Ondrusek’s
(2012) assertion that, “we must accept that writing plays an integral part in graduate education,
and fluency with basic writing skills is a pre-requisite to advanced writing” (p. 185). Yet, it is
surprising, as reported by Singleton-Jackson et al. (2009), that specific writing courses are not a
requirement across the board in graduate curriculum.
Research studies suggest that institutions of higher education can do more to improve the
writing skills of graduate students (Mullen, 2001; Cameron et al., 2009). However, the extent to
which the literacy skills that are taught in general writing courses transfer to the specific writing
needs of a particular discipline remains a debatable issue (Clark & Fischbach, 2008). Research
has addressed writing at the undergraduate level, however very little effort has been made in
many universities to address graduate level writing in any “systematic” way (Simpson et al.,
2015; Jones, 2018). More research is needed to identify graduate writers’ specific needs and to
develop writing resources tailored to these needs (Simpson et al.) if solving their writing
dilemma is to be made a priority.
There is an assumption across graduate programs in general and within the health
sciences that students have already mastered writing skills during undergraduate education
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(Rawson et al., 2005, Smith et al., 2011, Singleton-Jackson et al., 2009; Bjork, 1982). Yet,
Writing Across the Curriculum/Writing in the Disciplines (WAC/WID) models are designed
with undergraduates in mind (Simpson, 2012). This undergraduate writing model, according to
Clark and Fischbach (2008), falls short in preparing graduates to enter a new profession or field
that requires them to play a professional role, one that they feel is quite different from the role of
a student.
These two assumptions—that the writing model style taught at the undergraduate level
will transfer to the professional writing style required at the professional level, and the
assumption that undergraduate general writing classes have prepared graduates to write at the
level needed for professional writing—have resulted in “the absence of educational programs to
promote the development of professionally appropriate writing skills specific to each profession
or discipline” (Smith et al., 2011, p. 298) within academic health science. How do we, then,
begin to address graduate students’ professional/disciplinary specific writing needs?
The results of my study can contribute valuable insight about the writing needs of this
group of students. My project is therefore important for three reasons. First, it will fill a gap in
the current literature that calls for identifying specific writing tasks within health science
professions. Second, the results of this study can inform curriculum and writing centers about
writing challenges that are common to graduates thus allowing them to formulate a plan of action
to better assist graduates. Finally, findings from this study can begin to create professionally
appropriate writing programs that are geared towards health science professionals.
Research Purpose
This thesis examines faculty expectations for writing at the postgraduate level in the
College of Dental Medicine (CDM) at Nova Southeastern University (NSU). The study is not
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only concerned with academic writing, an area of focus for many research studies, but also with
other areas of writing within the profession, such as writing patient notes and writing referral
letters.
In its 2010 publication about dental records, the ADA Council on Dental Practice and the
Division of Legal Affairs shared with its readership that the recording of accurate patient
information is essential in dentistry. In its 2007 guidelines for referring dental patients, the ADA
council noted that “appropriate referrals are an integral part of complete quality health care
management” (p. 2). This prompts a question: is there a process in place in the CDM to ensure
the writing of acceptable patient notes and referral letters?
The CDM’s postgraduate program is an ideal setting to conduct my research and add to
the body of current research. Eight postgraduate certificate programs lasting in duration from one
to four years are offered at the CDM. These programs provide training beyond the level of predoctoral education. The programs are as follows:
1. Advanced Education in General Dentistry (AEGD): a 12-month residency in
clinical general dentistry with an optional second year in special needs dentistry
2. Endodontics (24 months in duration)
3. Operative Dentistry (24 months)
4. Oral and Maxillofacial surgery (48 months)
5. Orthodontics (24 months)
6. Pediatric Dentistry (24 months)
7. Periodontics (36 months)
8. Prosthodontics (36 months)
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In addition to the eight certificate programs, the CDM also offers a Master of Science in
Dentistry (M.Sc.). Writing Science (WRIT 5110) is one of the required courses within the M.Sc.
Two of the postgraduate (PG) certificate programs, PG Orthodontics and PG Operative, must
complete the M.Sc. degree concurrently with their certificate program.
The fact that these two departments require their residents to enroll in the M.Sc. degree
program shows their commitment to academic writing. Since enrollment is optional for the other
departments, the atmosphere exists for a conversation on writing within the other graduate
programs.
Guiding Research Questions
1. What are faculty expectations for writing at the postgraduate level in the College of
Dental Medicine at Nova Southeastern University?
2. Writing Science (WRIT 5110) currently addresses academic writing for students enrolled
in the MSCDM program. Why is this course mandatory for two programs and not all
eight?
3. What are postgraduate dental residents’ unique writing needs? How are the writing needs
for postgraduate dental residents assessed?
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CHAPTER 2
LITERATURE REVIEW
The call to address writing deficiencies at the graduate level in institutions of higher
education is not only being sounded in the USA (Mullen, 2006; Chittum & Bryant, 2014; Clark
& Fischbach, 2008; Nelson et al., 2012; Huerta et al., 2017) but in graduate level programs
across the globe. Graduate level writing concerns are being expressed in countries like New
Zealand and Australia (Cameron et al., 2009; Harper & Orr Vered, 2017), the United Kingdom
(Wellington, 2010; Ferguson, 2009), and in Canada (Shi & Dong, 2015; Singleton-Jackson et al.,
2009). The need for writing support spans a variety of disciplines, including education, social
sciences, geography, public health and health sciences, including medical, dental, nursing, and
veterinary medicine.
Graduate Programs and Writing
There is a marked absence of writing courses in the curriculum across disciplines in
graduate programs. However, “while there has been some focus on the best way to teach
research methods to graduate students, there has been less attention given to how to teach
writing” (Sallee et al., 2011, p. 67). Researchers like Chittum and Bryant (2014) pointed out that,
“although some disciplines and specific programs have offered written courses in
communication skills, the practice is not a cross disciplinary staple” (p. 474) even though
“writing support is important for all disciplines within higher education” (Ferguson, 2009, p.
286). Graduates will require writing support since “writing projects in graduate school are
inescapable, and the types of writing tasks expand compared to the relatively simple tasks of
reporting and summarizing that are common undergraduate assignments” (Nelson et al., 2012, p.
376). Addressing graduates’ writing deficiencies must be made a priority, and it is up to our
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institutions of higher education to undertake this task with sincerity.
It is assumed that students who enter graduate programs already know how to write
(Sallee et al., 2011; Singleton-Jackson et al., 2009); however, Clark and Fischbach (2008)
expressed doubt about this assumption: “the extent to which the literacy skills that are taught in
general writing courses transfer to the specific writing needs of a particular discipline remains
debatable” (p. 15). Graduate programs are writing intensive and, as such, “graduate writing
expectations are high” (Chittum & Bryant, 2014). Students are expected to be competent in a
wide range of writing assignments; therefore, “writing needs to be an explicit part of the graduate
curriculum” (Sallee et al., 2011, p. 67).
In determining a plan of action to assist students in overcoming writing deficiencies, their
specific writing needs must be identified. Clarifying their specific writing needs is important
since “graduate programs represent small, specialized subsets (often representing distinct writing
expectations)” (Jones, 2018, p. 182). Clark and Fischbach (2008) similarly agreed that, “in order
for students to write for a particular field or profession, students must assume a new “role,” or
“identity” (p. 18). It is therefore vital that the writing needs within disciplines are identified to
better target writing support for graduates.
Across graduate disciplines in general, Shi and Dong (2015) identified seven most
frequently used types of writing assignments: scholarly essay, summary and response, literature
review, project, review, case analysis and proposal. The writing task assigned most often was
scholarly essay, followed by summary and response, then literature review, and finally project.
Results from Cooper and Bikowski’s (2007) study cited library research papers and project
reports as the most common writing tasks across the graduate curriculum at a large public
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university in the American Midwest. They also noted that reviews, plans/proposals, case studies
and summaries/abstracts were also assigned with relative frequency.
Knowing which writing tasks are required within a particular discipline could go far in
beginning to customize strategies to address students’ writing needs. Accomplishing this task,
however, presents a challenge due to the aforementioned nature of graduate programs being
specialized subsets with distinctive writing expectations.
Health Care Sciences and Writing
Within the healthcare discipline, similar concerns around graduate writing deficiencies
also exist since “the lack of writing instructions within academic health sciences may stem from
a belief that students in graduate programs have already mastered writing skills” (Smith et al.,
2011, p. 298). The authors asserted that writing is more of a problem within the health sciences
since “the teaching of writing as a professional skill has been less emphasized within health care
education than in higher education generally” (p. 300). Writing assignments within the health
sciences require “the ability to write about scientific content concisely and accurately for their
colleagues” (Rawson et al., 2005, p. 234). With the sparsity of research on graduate writing in
the health sciences it becomes more of an urgency to address the writing needs of this graduate
population.
Dentistry and Writing
Dentistry is a healthcare specialty and the discipline also has expressed concerns about
writing within the profession. Many years ago, Bjork (1982) acknowledged the importance of
writing within the dental profession. His concerns were the same as those echoed by current
researchers across graduate programs generally and within the health sciences. Bjork noted that
“dentists left their last writing class in undergraduate school, where they may have suffered
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through a ten to twenty-six-week course wondering how freshman composition would ever relate
to their future careers” (p. 629). The assumption that they, too, were prepared by their
undergraduate writing courses to handle the advanced writing that is required at the graduate
level accounts for the paucity of writing programs that are available to address their writing
challenges.
Writing tasks for the dental profession are more closely aligned with those of others in
the health sciences because of the nature of problem-based learning within the disciplines.
Holtzman et al. (2004) reported some of the wide range of written communication that dentists
and dental educators must competently produce: referral letters, communications to insurance
companies, instructional procedures to laboratories, scholarly publications, and patient education
materials. Even though this study was focused on incoming predoctoral dental students, the
findings are relevant today, as these are the students who will later become applicants for
graduate programs and these are the professional writing tasks dentists across the profession
engage in on a regular basis.
To traverse the complexity of required writing assignments, “graduate students need
guidance” (Mullen, 2001, p. 125). Within dental education, the Commission on Dental
Accreditation (CODA) establishes educational standards for the field, thus serving as a program
development guide for institutions that wish to establish new programs or improve existing
programs (AEGD Standards, p. 7). CODA therefore has a direct influence on curriculum input at
the postgraduate level.
CODA’s mission, as stated on its website, is to serve the public and profession by
developing and implementing accreditation standards that promote and monitor the continuous
quality and improvement of dental education programs. For its part, CODA establishes general
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standards which are common to all dental specialties, institutions, and programs regardless of
specialty. However, “each specialty develops specialty-specific standards for educational
programs in its specialty and defines the educational experience that is best suited to prepare its
graduates to provide that unique specialty service” (Orthodontics and Dentofacial Orthopedics
Standards, p. 8). In providing guidance, CODA provides examples of evidence to comply with
set standards, and individual programs have autonomy in developing programs within their
specialty.
Six of the postgraduate specialty certificate programs: PG periodontics, PG
prosthodontics, PG orthodontics, PG pedodontics, PG endodontics and PG maxillofacial must
abide by six CODA standards in establishing their curriculum. Two standards: Standard 4Curriculum & Programs and Standard 6-Research, call for academic writing skills. The CODA
Accreditation Standards for Advanced Specialty Education Programs in Endodontics
(https://www.ada.org/en/coda) clarifies Standards 4 and 6:
Standard 4 – Curriculum and Program Duration.
The advanced specialty education program must be designed to provide special
knowledge and skills beyond the D.D.S. or D.M.D. training and be oriented to the
accepted Standards of specialty practice as set forth in specific Standards contained in
this document.
Intent: The intent is to ensure that the didactic rigor and extent of clinical experience
exceeds predoctoral, entry level dental training or continuing education requirements and
the material and experience satisfies Standards for the discipline.
Advanced specialty education programs must include instruction or learning
experiences in evidence-based practice. Evidence-based dentistry is an approach to oral
health care that requires the judicious integration of systematic assessments of clinically
relevant scientific evidence, relating to the patient’s oral and medical condition and
history, with the dentist’s clinical expertise and the patient’s treatment needs and
preferences.
Examples of evidence to demonstrate compliance may include:
1. Formal instruction (a module/lecture materials or course syllabi) in
evidence-based practice
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2. Didactic Program course syllabi, course content outlines, or lecture
materials that integrate aspects of evidence-based practice
3. Literature review seminar(s)
4. Multidisciplinary Grand Rounds to illustrate evidence-based practice
5. Projects/portfolios that include critical reviews of the literature using
evidence-based practice principles (or “searching publication databases
and appraisal of the evidence”)
6. Assignments that include publication database searches and literature
appraisal for best evidence to answer patient-focused clinical questions.
(p. 22)
Standard 6 – Research.
Advanced specialty education students/residents must engage in scholarly activity.
6-1 Students/residents must participate in research.
Intent: To ensure that each student/resident is capable of developing a research protocol
and has an active role in conducting a research project.
6-1.1 The research experience and results must be compiled into a document in
publishable format.
Examples of evidence to demonstrate compliance may include:
1. Manuscript
2. Master’s thesis
3. Ph.D. Dissertation
4. Progress report of on-going research activity (p. 30)

The AEGD certificate program differs from the previously mentioned six programs in that it
must abide by five CODA standards and unlike those six programs there is no research mandated
standard. Even though all the programs have a rigorous clinical component which requires
documentation of all patient treatments that are completed, AEGD is the only program which has
a specific standard that clearly identifies the importance of professional writing. In Accreditation
Standards for Advanced Education Programs in General Dentistry (2018), Standard 5 refers to
Patient Care Services. This standard calls for clarity in the writing of patient records.
Standard 5-2. States that patient records must be organized in a manner that facilitates
ready access to essential data and be sufficiently legible and organized so that all users
can readily interpret the content.
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Examples of evidence to demonstrate compliance may include:
1. Record review plan
2. Documentation of record review
3. Patient records (p. 27)

The final program, PG operative, differs from the other seven programs in that it does not
develop its curriculum based on CODA standards. According to the CDM operative dentistry
webpage (https://dental.nova.edu/operative-dentistry/index.html), this program was developed
consistent with the objectives set forth in the ADEA Curriculum Guidelines for Postdoctoral
Operative Dentistry. PG operative, however, like the other programs does include a research
component which calls for academic writing and the graduates do see patients in clinic which
calls for writing in patient charts.
The American Dental Education Association (ADEA) is another influential body in
dentistry. According to its website, ADEA is the “sole national organization representing
academic dentistry” and is the “voice of dental education” (ADEA, “Who We Are”). ADEA
informs and recommends to the Commission on Dental Accreditation (CODA) standards for
predoctoral education (“ADEA Competencies for the New General Dentist,” p. 932). ADEA’s
role is important to dental education as predoctoral students are the future applicants to
postgraduate programs. In 2011, ADEA established 39 competencies for the new general dentist.
Each competency is introduced by the phrase, “Graduates must be competent to”
Category 1: The critical thinking category makes mention of writing. Among the skills
listed under 1.2 - Utilize critical thinking and problem-solving skills is: Verbal and
written communication skills. Under 1.3 – Evaluate and integrate best research outcomes
with clinical expertise and patient values for evidence-based practice is: communication
skills, verbal and written (“ADEA Foundation Knowledge and Skills for the New General
Dentist,” p. 936).
Category 2: The Professionalism category also mentions writing under 2.2 - Practice
within one’s scope of competence and consult with or refer to professional colleagues
when indicated: Communication skills, both orally and in writing, with patients, patients’
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families, colleagues, and others with whom other health care providers must exchange
information in carrying out their responsibilities (“ADEA Foundation Knowledge and
Skills for the New General Dentist,” p. 936).
Both CODA and ADEA recognize the importance of writing for students at the
predoctoral and postgraduate level, yet they do not design actual courses, nor do they mandate
discipline specific writing course in graduate curriculum. Thirteen years ago, Holtzman et al.,
(2005) did a computerized assessment of dental students writing skills. Writing assignments
produced by three consecutive incoming dental classes (240 students) were assessed and the
performance among the classes were analyzed. The results were deemed disappointing according
to the researchers. One recommendation that the researchers made as a result of this study was
that “it would serve the dental profession well to consider these findings during the next review
of the Commission on Dental Accreditation’s curriculum requirements. We advocate the
inclusion of writing in the curriculum guidelines” (p. 294).
The researchers further added that “writing has long been established as a way to enable
students to better understand their disciplines, the importance of helping students to gain stronger
writing skills early in their dental careers cannot be emphasized enough” (p. 294). Thirteen years
later, there does not appear to be any inclusion of specific writing courses in predoctoral or
postdoctoral dental programs despite the recommendation.
Whose responsibility is it to establish writing courses within the dental curriculum to
benefit students? The faculty who work closely with the students may be the logical starting
point. The present study builds on current studies by investigating means for addressing graduate
level writing concerns. The literature does acknowledge the challenge of establishing a holistic
writing program across disciplines due to the specialized nature of individual programs. This
study will fill a gap in the research and will add to the body of research on the state of graduate
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writing. The literature expresses a need for writing assistance at the graduate level and as such a
solution must be found.
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CHAPTER 3
METHODOLOGY
Purpose
The purpose of my research study was to gain understanding of faculty expectations for
writing at the postgraduate level in the College of Dental Medicine (CDM) at Nova Southeastern
University (NSU). I sought to gain the perspective of those faculty who were in an ideal position
to offer their expert opinions on the state of graduate level writing. To that end, I conducted oneon-one, in-person interviews with 12 faculty from six of the postgraduate (PG) dental certificate
programs. The programs represented in my research project were: PG periodontics, PG
prosthodontics, PG endodontics, PG pedodontics, PG orthodontics, and PG operative.
Sampling Procedure
Each faculty interviewed was selected based on purposive sampling. Due to my
knowledge of the faculty’s busy teaching schedule and of their interactions with graduate
students, I was confident utilizing this sampling procedure since “the idea behind purposive
sampling is to concentrate on people with similar characteristics who will better be able to assist
with the relevant research” (Etikan, Musa & Alkassim, 2016, p. 3). The faculty interviewed were
all colleagues who I knew could share insight concerning their expectations for writing at the
graduate level in the CDM.
Participants
The participants consisted of 12 faculty who interacted directly with postgraduate
residents in the classroom and/or in the clinic. Excluded for this study were those faculty who
interacted solely with predoctoral dental students. The educators interviewed were a mix of
academics, professionals, department chairs, program directors, and curriculum developers. All
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hold professional dental degrees.
In addition to their dental degrees, seven have master’s degrees and seven hold Ph.D.s.
Besides being academics, all except one currently work in private dental practice or in faculty
practice. The minimum years employed in the CDM is four years with a maximum of 15 years.
The faculty possess an impressive portfolio of research publications in peer reviewed journals,
book chapters, and research posters. All serve or served as mentors for research projects and/or
for MSCDM theses. Current mentors advise 2-3 graduate students with one faculty mentoring 6
students.
Rationale for Research Method Used
I used a general interview guide approach. I agreed with Turner (2010) in that “the
researcher remains in the driver’s seat with this type of interview approach, but flexibility takes
precedence based on perceived prompts from the participants” (p. 755). I determined that this
plan of action was best suited to afford me the flexibility to collect the same general areas of
information from the interviewees and yet gave me the freedom to engage in conversation to get
the information from the faculty.
Recruitment of Participants and Ethical Issues
An email was sent to faculty extending an invitation to participate in my research study.
The purpose of the study and the time commitment involved were outlined. Faculty who
accepted the invitation were sent a second email with a list of interview questions, which allowed
them to ponder the questions before making a final commitment. In compliance with NSU
Institutional Review Board (IRB) protocol for ethical guidelines for human subjects, approval to
conduct research was applied for and was granted prior to conducting interviews.
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Faculty Interview Questions
To assist me in gathering data for my research project, the following questions were
asked of all faculty interviewed:
1. What are faculty expectations for writing at the postgraduate level in the CDM?
2. WRIT 5110 currently addresses academic writing for students enrolled in the
MSCDM program. Is it beneficial? Why is this course mandatory for two programs
and not all eight?
3. What are postgraduate dental residents’ unique writing needs? How are the writing
needs for postgraduate dental residents assessed?
4. What about professional writing within the graduate programs? How important is it?
Interviews and Confidentiality
All interviews were conducted in the dental school in the interviewee’s private office,
with the exception of two that were conducted in a private room that was reserved in the CDM.
All participants signed a consent form prior to being interviewed and all were informed of the
voluntary nature of their participation and of their right to withdraw from the study without
penalty at any time. Interviewees were reassured that steps were taken in accordance with IRB
guidelines to assure their confidentiality and their anonymity.
The interviews were stored on a password protected recording device. All recordings
were transcribed on my personal password-protected laptop. During the transcription process,
earphones were used to ensure that all the interviewees’ identity remained anonymous.
Interview Analysis/Coding
I utilized a general inductive approach to analyzing my data; “the outcome from an
inductive analysis is the development of categories into a model or framework that summarizes
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the raw data and conveys key themes and processes” (Thomas, 2006, p. 240). Based on
Thomas’s recommended process of inductive coding, I transcribed the interviews. I, however,
pre-identified categories that I anticipated might impact the concept of writing at the CDM.
Saldana (2009) states, “depending on the nature and goals of your study, you may find that one
coding method alone will suffice, or that two or more are needed to capture the complex process
or phenomena in your data” (p. 47). This one step in pre-identifying my categories deviated from
Thomas’s coding recommendation.
In deciding on my pre-set categories, I was guided by my list of research questions, my
prior knowledge of the subject matter based on the literature reviewed, the subject area of the
experts interviewed, my dental hygiene experience both as a clinical instructor of dental hygiene
students and predoctoral dental students, and my experience as a private practice hygienist. Five
pre-set categories were established:
1. Faculty teaching commitments
2. MSCDM and writing science
3. Professional writing
4. Academic writing assignments
5. Writing problems
The remaining steps followed Thomas’s recommendations. I proceeded to go through the
transcribed interviews in a systematic way highlighting segments of text that fit my
predetermined categories. Through subsequent readings of the text, I explored how the coded
text and the categories are related. In examining the category of faculty teaching commitments,
for example, I gained insight into the associated consequences of a busy teaching schedule on
faculty’s ability to effectively teach writing. In the process of coding the text, certain segments of
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the text were coded in more than one category. It is to be noted also that not all text was assigned
to a category as much of the text was not relevant considering the research objectives. With
continued revision, emergent topics were identified, and appropriate quotes were selected that
conveyed the essence of the categories.
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CHAPTER 4
RESULTS
Faculty Teaching Commitment
The educators were asked to share in what capacity they interacted with the postgraduate
residents. Their various job responsibilities were coded into the category faculty teaching
commitment. All faculty openly shared the extent of their teaching commitments. All 12 reported
on their roles as academics and their didactic and clinical teaching responsibilities.
Interviewees 3 and 5’s responses were representative of the nature and extent of faculty
teaching commitments: “Clinically, I am with residents at least Monday, Tuesday and Thursday
and didactically all-day Friday and some Wednesdays” (Interviewee 3, Ph.D., M.B.A., 8 yrs.).
Similarly, interviewee 5 (Ph.D., M.B.A., 8 yrs.) reported, “Most of my work encompasses
clinical teaching, as well as didactic.”
In addition, most faculty also served on numerous committees: “I am also involved in the
master's research committee where they submit proposals, first in house, before they go ahead
and submit the HPD application” (Interviewee 7, Ph.D., M.B.A., 8 yrs.). Most conducted
research, published research papers in peer-reviewed journals, served as primary and secondary
authors of book chapters. All serve or have served as mentors in the past for master’s thesis
students and/or students’ research projects; “I am a master’s thesis mentor” (Interviewee 5,
Ph.D., M.B.A., 8 yrs.). “I am also a mentor and co-mentor in their research studies. Not only
with PG operative, but also, I currently mentor one pedo student” (Interviewee 7, Ph.D., M.B.A.,
8 yrs.). Interviewee 5 (Ph.D., M.B.A., 8 yrs.) reported serving as mentor for “five or six master’s
thesis students.”
Eleven of the 12 faculty members currently work in private practice in addition to their
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academic teaching responsibilities. Some faculty in addition to teaching at the postgraduate level
also had teaching responsibilities at the predoctoral level.
Master’s Degree Program (MSCDM) and Writing Science
To ascertain if there were any writing courses that were included in the residents’
curriculum, the MSCDM and science writing category was established. The Writing Science
course was included in the MSCDM curriculum because of input from the master's thesis
mentors: “they indicated that there is very little level of writing skills particularly with respect to
scientific writing” (Interviewee 1, Ph.D., M.S., 12 yrs.). The Writing Science course was added
to address the writing deficiencies of the MSCDM students.
The MSCDM is mandatory, however, for PG Endodontics and PG Operative certificate
programs and optional for the other programs. Interviewee 8 (11 yrs.) shared that there is a total
of 110 residents enrolled in the certificate programs with “probably anywhere from 25-50% of
the residents in any given program [who] opt to do the master’s.” This benefit is available only to
those students for whom the program is mandatory and to those who opt in to complete a
master's degree.
The other 50-75% of the students would not reap the benefits of scientific writing
instruction without enrolling in the master's program but are required to conduct and write up a
research project.
It’s part of our CODA accreditation, they must do some form of research. It has to be a
project that has been approved by HPD, as well as IRB, for our residents, and all the
residents do research; the difference is that at the end of his or her research they will give
us two or three pages of their paper suitable for publication. (Interviewee 6, 11 yrs.)
Furthermore, “based on CODA standards, we mandate that each student must do a research
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project, they must be able to carry out the research, they must be able to write the protocol and
write it up with final results and conclusions for a publication” (Interviewee 11, M.S., M.B.A.,
15 yrs.).
In interviewing faculty about making the MSCDM program mandatory for all programs:
•

Five faculty were against making it mandatory for all programs and agreed with the
program being optional for their residents.

•

Three faculty were for making the program mandatory for certificate programs and
one would be for making it mandatory with conditions.

•

Two were neutral and saw the benefits for and against making it mandatory.

•

One offered no opinion.

Faculty Against Mandatory MSCDM Degree
Faculty who were against making the program mandatory for all the certificate programs
did not object to the Writing Science course specifically. Interviewee 3’s (Ph.D., M.B.A., 8 yrs.)
objection was based on the impact of the additional workload a master’s program would have on
the two-year completion time frame of their certificate program and other CODA mandated
courses for their particular specialty. The concern was that if students were required to enroll in
the MSDCM, “they would struggle to get the quality of the research that is required for the
masters.” Interviewee 2 (M.S., 4 yrs.) expressed similar concerns: “some residents may feel that
they can’t give 100% to the project and that they won’t be able to graduate.” The time
commitment factored in their decision to keep the MSCDM degree program optional.
Faculty for Mandatory MSCDM Degree
Arguments for the benefits of MSCDM centered around the program preparing graduates
to pursue an academic career and on graduates maximizing the use of their time while in
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graduate school: “the master's serves as the threshold degree if a student decides to pursue an
academic career. It is the one time in their life they are already enrolled in an academic program;
it seems that there are more benefits all the way around" (Interviewee 1, Ph.D., M.S., 12 yrs.).
Interviewee 7 (Ph.D., M.P.H., 10 yrs.) shared similar views:
They are learning the science behind every single type of treatment, and if you are
learning the science behind something, you might as well contribute to the community
with a project and earn a master’s degree with it. I believe that when a person devotes
their time and all their energy and work so hard to focus on a specific topic and learn it
for 2 years/3 years doing cases in the clinic, reading very heavy loads of literature review,
discussing them in the seminar type of classes and everything, I think it should go hand in
hand with a master’s degree. All that energy is there; that’s my personal opinion. I would
want to do a master’s program rather than a certificate degree.
All three agreed that in the end students will benefit because they will be able to think as
scientists; “for me, the learning opportunity for the resident always comes first because it finally
gives them an opportunity to learn how to think scientifically” (Interviewee 9, Ph.D., 8 yrs.).
Neutral Faculty
Two faculty agreed on the benefits of students enrolling in the MSCDM degree program
yet understood some student’s reluctance to enroll. “At the master’s level it requires an extra
step, and it requires more money. I think it is worth it. You ask my opinion, if I was in their
shoes, I would do it, but we leave it up to them. In order to be a periodontist, you don’t have to
have a master’s degree” (Interviewee 6, 11 yrs.).
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Professional Writing
Patient Notes
I relied on my knowledge of professional writing as a practicing dental hygienist to
establish the professional writing category. All students devote a significant amount of clinical
time to mastering their respective specialties. Ten of the 12 faculty mentioned writing of patient
notes. This is an unavoidable writing task that all residents must do. Three interviewees’
responses were representative of the views of all 12 of the educators in regard to patient records:
“They write patient notes; this is one of the main things that they write every day” (Interviewee
12, Ph.D., 11 yrs.), and “students just have to remember what was done and make sure that
everything that was performed was documented adequately” (Interviewee 10, Ph.D., M.S., 9
yrs.); and similarly, “the reality is that they need to write the progress report. What this entails is
that for every patient visit they need to describe it” (Interviewee 3, Ph.D., M.B.A., 8 yrs.).
The educators, through their responses, articulated the importance of students
documenting patient charts correctly: “Chart writing is a skill that they need to learn; you are
telling a story about that surgery you did from the beginning where you reviewed the health
history, you took the blood pressure, the anesthetic you gave, these were the incisions you made,
this is what you did” (Interviewee 8, 11 yrs.), and based on faculty response, this is an area of
concern.
Problems with Writing Patient Notes
Seven faculty acknowledged that there were problems with writing notes. Interviewee 6
and Interviewee 4 reflected the concerns expressed by the group: “they come handicapped writing
notes. I tell them, ‘I don’t have to be a periodontist to understand what you did on that patient. A
dentist yes, but not a periodontist.’ You have to really make it clear in the records what you did,
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what your conversation with the patient was etc., in a professional manner” (Interviewee 6, 11
yrs.). Similar concerns were shared by Interviewee 3, (Ph.D., M.B.A., 8 yrs.), “accuracy of any
patient care is paramount. The accuracy is a reflection upon the resident, upon the program, upon
the specialty. So, the more accurate it is, actually is important.” Finally, Interviewee 9 (Ph.D., 8
yrs.) voiced another observation, “I don’t think anybody ever walks them through how to write a
proper note.”
Of the remaining five, one saw no problems with writing charts: “they are not relatively
challenged with that because it often times is short sentences, partial sentences” (Interviewee 8, 11
yrs.). Two offered no comment. Two did not mention patient notes. An emergent theme that
surfaced in the discussion about writing patient notes was templates.
Templates
Templates were a solution presented as an aid to assist students with writing accurate
patient notes, but faculty were divided in their recommended usage: two faculty did not mention
templates, and ten did but acknowledged problems with their use. Those in favor shared, “we do
encourage our residents to use templates when writing up chart notes to minimize errors”
(Interviewee 3, Ph.D., M.B.A., 8 yrs.). Similarly, Interviewee 11 (M.B.A., M.S., 15 yrs.) added,
“I think templates are good because it is like a checklist: a checklist allows you to make sure you
don’t miss anything, and you can expand on it.” Both faculty agreed on the benefits of utilizing
templates.
Other faculty shared some concerns with regards to relying on templates. “I am not
against templates. The problem we do have with templates is if they don’t customize with the
patient” (Interviewee 8, 11 yrs.). Another problem cited was that of copying from previously
used notes; “sometimes copy paste has issues, too, because they forget to change a part and you
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look and realize—that is not for this patient” (Interviewee 9, Ph.D., 8 yrs.). Interviewee 6 (11
yrs.) shared a concern:
We don’t encourage it because I find a lot of mistakes doing the templates. Every single
day in the office is different, every single patient is different, so a template is kind of
dangerous. Because if you tend to use it too much, you just tend to kind of standardize
the conversation you have with your patient and probably it didn’t happen the same way
it happened with Maria, with Sam. So personally, I don’t encourage it, but we let them
use it if they want to.
Referral Letters
Equal concerns were expressed by faculty when it came to the writing of referral letters. This is
another area of required professional writing for the graduates; “sometimes you ask a resident to
write a referral letter to a dentist or an oral surgeon, and some of them, they have trouble with
that” (Interviewee 9, Ph.D., and 8 yrs.). The problem as reported by Interviewee 9,
Sometimes they bring a copy to you, and you read it and you are like, that is not really a
formal letter; not professional enough to go out. I don’t know if it is a general issue, we
have nowadays, everything has become too casual that they have lost sight of how proper
writing is supposed to be.
The expectation for writing referrals is articulated by Interviewee 6 (11 yrs.) “The
referring dentist is sending you a patient, you have to write a nice professional level letter back
saying, thank you for your referral, your patient, Maria. She presented with this, this, this and
that. Thank you for your referral and this is my finding.” No definitive solution for correcting
this writing problem was shared by the educators, however the information presented does call
for writing assistance in this area.
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Legal Concerns
Another topic that emerged from writing patient charts was legal concerns. The
importance of correct chart entries was deemed a priority:
It is a documentation for us in terms of liability issues, in terms if there are any
disagreements between the patient and Nova, or our clinics or the residents themselves;
that is a good documentation for us. So, it is very important for us to make sure
documentation is done well. (Interviewee 12, Ph.D., 11 yrs.)
Similarly, Interviewee 9 (Ph.D., 8 yrs.)
Everything you do and put in the patient chart becomes a legal document and sometimes
the way they write these things you are like …aaah, you need to make sure that at some
point, if someone else, a third party is reviewing, that it is understandable, it is
professional, and it is something that you can defend.
English as a Second Language
In discussing some of the writing problems faculty are confronted with, English as a
second language emerged as an area of concern and was added as a subsequent category. Most of
the faculty shared similar concerns about the challenge of English as a second language and the
special problems it presented for teaching writing.
No special concessions for writing deficiencies were made for this class of students.
Their written manuscript for the master's thesis must comply with master’s level, so the
level of writing still has to be at the master’s level. Occasionally those students have to
engage a copy editor or somebody who can help them write and to correct the
grammatical or punctuation errors and things of that nature. (Interviewee 1, Ph.D., M.S.,
12 yrs.)
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According to Interviewee 2 (M.S., 4 yrs.), “I have to say there is a difference between native
speaking residents and residents from oversees, residents that come from oversees struggle.”
Similar concerns were expressed by Interviewee 5 (Ph.D., M.B.A., 8 yrs.), “None of the
students are having English as their first language. It is their second or third language in certain
cases, so that naturally brings certain issues. There are lots of grammar issues as well. English is
not their native language.”
All but one faculty recognized English as a second language being a problem,
I have not found that to be a tremendous problem. You would think it would be more of a
problem and especially for those where English is a second language. They have TOEFL
score set for verbal and TOEFL scores set for writing skills and listening skills and it
seems to work out ok. (Interviewee 8, 11 yrs.)
Interviewee 8 however further acknowledged, “my sample size is small, maybe I just have not
run into the ones that struggle with it.”
Types of Academic Writing
Based on the literature review, the types of academic writing category was pre-set. Most
of the faculty shared the types of writing assignments that residents are required to complete;
“residents are required to write a short protocol, they need to reference the articles that they read,
and they also need to edit their papers” (Interviewee 7, Ph.D., M.B.A., 10 yrs.). “Graduates need
to understand the concept of literature search, begin to do a literature search, able to abstract
articles, and begin to be able to write their protocol” (Interviewee 8, 11 yrs.). “They prepare a
research proposal, a grant proposal that they have to submit for the HPD profession department
as a grant for them. They prepare their master’s thesis” (Interviewee 9, Ph.D., 8 yrs.).
Faculty shared other types of writing projects,
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Each resident is supposed to finish a research project and they are supposed to present
this project at the American Association of Endodontics (AAE) meeting, so they need to
write that poster and prepare it with all the figures, tables and the pictures or they can
present as an oral presentation. (Interviewee 12, Ph.D., 11 yrs.)
In addition, students are “doing a review of the literature and developing the skill of providing
evidence-based support for their ideas, providing literature references for their ideas for their
plan for research” (Interviewee 10, Ph.D., M.S., 9 yrs.), and finally, “they have to prepare
PowerPoint presentations and lots of times they have to write the scripts for those presentations”
(Interviewee 8, 11 yrs.).
The major assignments identified by faculty that require writing are as follows:
1. Abstracts
2. Grant proposals
3. Literature review and references
4. Master’s thesis
5. Patient notes (Charts)
6. Posters
7. PowerPoint
8. Protocol
9. Referral letters
10. Research project
Writing Problems Identified
Based on the objective of the study this category was pre-set. About half of the faculty
interviewed mentioned the specific types of writing problems they were seeing among their
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students. “They cannot prioritize what to write and how it flows. One other thing that I realize
they are missing in academic writing is the correct referencing. They don’t know which
sentences need referencing, which sentences don’t need referencing” (Interviewee 7, Ph.D.,
M.P.H., 10 yrs.). According to Interviewee 8 (11 yrs.), “what I find they do have trouble with is
organizing their thoughts and concepts into what I call, ‘tell a story.’ You have a beginning, a
middle, and an end; and you are telling a story about research, for instance.”
According to Interviewee 9 (Ph.D., 8 yrs.),
The main issue I have is them not understanding research, not understanding what is
required of research; justifying the significance of what you are doing, designing a
question that is understandable, that stands alone, writing hypothesis. Comprehensive, yet
easy to understand. That is some of the issues that I would say are quite common and it
takes a lot of hand holding.
Some writing problems identified by faculty included:
1. Lack of understanding of rules of grammar and syntax.
2. Incomplete sentences, run-on sentences, long paragraphs and inability to separate ideas,
spelling mistakes, punctuation, and capitalization.
3. Reliance on copy-and-paste from previous chart notes. Incomplete chart notes.
4. Inability to use word documents. Can’t section documents, can’t do table of contents and
can’t use a document map.
5. Inability to properly follow through on editing recommendations from mentors.
6. Inability to organize their thoughts and concepts to tell a story.
7. Inability to make paragraphs flow logically step by step in order for others to understand
their writing.
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8. Unable to prioritize what to write and how to make it flow.
9. Unable to reference correctly.
10. Unable to perform a literature search.
11. Unable to write abstracts.
12. Writing that is too casual, use of colloquial language, and use of abbreviations like text
messages.
13. Lack of understanding of significance of research and therefore unable to design a
question that is understandable, that stands alone, and writing a hypothesis that is
comprehensive and easy to understand.
14. Unable to create a PowerPoint and do an oral presentation without reading from notes.
15. Shows inability to transfer the literature into written form yet can explain it orally.
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CHAPTER 5
DISCUSSION
In analyzing the interview transcripts, all faculty reported a busy teaching schedule with
multiple commitments outside their didactic and clinical teaching responsibilities. This finding is
not surprising as “virtually all faculty in higher education juggle a full schedule of teaching,
scholarship, and service commitments” (Hoover & Lyons, 2011, p. 59). Juggling multiple
commitments, however, can result in the faculty’s inability to devote adequate time to addressing
graduates’ writing needs. This was forthcoming from the responses of two of the faculty
interviewed. Interviewee 5 (Ph.D., M.B.A., 8 yrs.) shared the pressure felt when it comes to
signing off on incomplete notes:
I am basically trying to be wearing my teacher hat, but in the meantime, I find myself in a
condition where I come in the clinic in the morning, after lunch I have to sponsor
research...these are the facts…at that point, unless I see something major wrong, I make
the correction and just go from there.
Interviewee 9 (Ph.D., 8 yrs.) shared similar frustrations with student writing and multiple
revisions:
Unfortunately, you end at some point just rewriting the whole document, which I have
done. At some point they have to get out, … revision after revision until you feel like not
even one line of this is any longer their writing, it is all mine and you sometime catch
yourself questioning your own previous writing and previous drafts.

The ill effects of a busy schedule as shared by faculty interviewed is supported in the
literature, as noted by Collins (2015), who shared that faculty members' attempts to address
issues with graduate student writing can be thwarted by their own writing/ publishing
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commitments, teaching loads, service and mentorship obligations. The findings from the
interviews can provide useful information to writing centers to assist not only students with their
writing needs but also to support the faculty.
The literature makes note of the absence of writing courses especially in the health
sciences (Smith et al., 2011). To get faculty’s input, a more direct interview question could have
been posed about the specific need to include writing in the dental certificate program
curriculum. A better interview question to engage faculty about the need for writing in the
certificate programs might have been: Do you think that a writing course should be included in
the dental curriculum? Or, do you think all the certificate programs should be required to enroll
in a science writing course regardless of their enrollment into the MSCDM degree program?
The focus of the interview question on the MSCDM and the science writing course in the
current study resulted in moving the conversation from the need for a writing course in the
program to the benefits and drawbacks of the MSCDM degree program.
Ascertaining the need for including writing in the postgraduate curriculum aligns with
Holtzman, et al.’s (2005) assertion that, “dental professionals need advanced writing skills to
function as competent health care providers” (p. 286). Little information was available about the
benefits of the science writing course itself within the MSCDM and its effects on improving
graduate student writing.
Professional writing is unavoidable in the health sciences as dentists perform procedures
on their patients and legally these procedures must be recorded accurately within patient charts.
The literature makes note of the types of professional writing required by dentists (Holtzman, et
al., 2005) however, academic writing is addressed more extensively in the literature than
professional writing. There was consensus among faculty interviewed as to the importance of
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maintaining accurate patient information. The ADA Council on Dental Practice Division of
Legal Affairs similarly placed high priority on recording accurate patient notes as stated in its
2010 publication, “the dental record is the official office document that record all diagnostic
information, clinical notes, treatment performed and patient-related communications” (p. 6).
Templates surfaced in the interviews as a solution for standardizing accuracy in writing
patient notes; however, in transcribing the interviews it was revealed that templates are not
standardized across the board. According to the results of the interviews, this is an area that
could benefit greatly from writing support. This need for standardization is supported by AEGD
CODA Standard 5, which refers to Patient Care Services. The standard calls for clarity in the
writing of patient records: “Patient records must be organized in a manner that facilitates ready
access to essential data and be sufficiently legible and organized so that all users can readily
interpret the content” (AEGD Standards, p. 27). Instructions in writing patient notes, referral
letters, and the use of templates are areas that could be better addressed in writing centers or in
the curriculum.
The challenges of providing graduates with English as a second language with writing
assistance was an area that surfaced in interviews when faculty shared information about the
writing problems they were seeing among residents. This is an area that will have to be
addressed as the conversation revealed this class of students will need special instructions in
writing. According to the 2011 Open Doors report, 723,000 international students were studying
in the United States; of these, about 46% were graduate students (Ferris & Hedgcock, 2014, p.
31).
The specific skills needed to address their writing problems may be outside the scope of
the faculty’s area of expertise as is evident from Interviewee 8’s (M.S., & M.B.A.; 15 yrs.)
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response: “I know we have a conversational course in English as a second language, now what
would help would be, if we have a writing course in English as a second language, in addition for
our foreign dentists, or foreign professionals.”
Similar concerns are expressed in the literature by Huerta et al. (2017): “helping nonnative students in higher education settings increase their EI [emotional intelligence] could
benefit their academic writing” (p. 727). Cooper and Bikowski (2007) note “as international
students embark on graduate study in American Universities, they need to be prepared for
academic writing tasks that their particular departments will require of them” (p. 206). Based on
the agreement between faculty and the literature, this is an area that is worthy of attention.
The interview transcripts of this study identified 10 types of academic writing tasks for
this specialized group. Shi and Dong (2015) identified seven types of graduate writing in their
study. No order of the task’s frequency of assignment was ascertained from the current
interview. Cooper and Bikowski’s (2007) study identified library research papers and project
reports as the most common writing tasks across the graduate curriculum within their university
of study.
However, it is important to know the writing tasks that are required for this graduate
discipline as this information will begin to fill a gap in the literature which calls for identifying
the distinctive writing needs of specialized subsets across disciplines as articulated by Jones
(2018). Providing this type of specific writing information will greatly assist writing centers to
tailor discipline specific strategies for these graduate dental certificate programs.
In reviewing the interview transcripts, faculty identified 15 types of writing problems
common to the dental postgraduates. The faculty interviewed, as well as the literature, supports
the need for discipline specific writing assistance in graduate programs.
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In regard to finding solutions, Interviewee 5 (Ph.D., M.B.A., 8 yrs.) talked about giving
students one-on-one instruction on a particular topic, “that would be a more efficient use of their
time toward the specific objective that they have,” and Interviewee 7 (Ph.D., M.P.H., 10 yrs.)
recommended scheduling writing programs in the curriculum where it would benefit students.
Interviewee 7 was not sure exactly at what point in the semester incoming residents had
access to the Writing Science course. “I actually do not know if that course starts immediately
with the program or is like in the 2nd semester; I don’t know. So that will be interesting to know.
Starting in the beginning will be more beneficial.” Sallee et al. (2011) concurs with Interviewee
7 in regard to starting writing courses early; “by being offered slightly earlier in their program,
students have the chance to hone their writing skills throughout the remainder of the program”
(p. 71).
Writing centers could also benefit from the data collected from the interviews. According
to Ondrusek (2012), “the two formats documented most in the literature on writing assistance are
writing groups, usually conducted as classes or workshops, and writing centers that offer one-onone guidance” (p. 184). In knowing the specific writing assignments that are required of students
and the common writing problems, writing centers can plan interceptive programs for students to
address the stated issues. Writing centers can also plan programs geared to faculty to calibrate
them to handle the specific common writing needs of their residents.
The committee that interviews applicants for graduate programs could find the data from
this study important. Questions could be asked of graduate applicants concerning their level of
comfort with academic writing. This idea is expressed by Singleton-Jackson et al. (2009), in
relation to graduate admissions committees screening graduates, in that their role would be “to
identify for students deficiencies in writing skills that need to be addressed with coursework or in
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conjunction with on-campus writing resources.” The purpose of this is not to eliminate them
from being selected for a particular program but to identify students in need of writing assistance
and plan accordingly. Interviewee 7 (Ph.D., M.P.H., 10 yrs.) shared a similar line of thinking:
The resident level when they are applying to be accepted to the program, there is no way
to test them on academic writing because it is not a part of our elimination process.
Therefore, a lot of the times, we do see how articulate they are with their language skills,
but I was very surprised in one or two cases where the person seems as if they will be a
wonderful writer, but when it comes to writing you see that they cannot spell anything
right. Every one of their sentences have grammatical errors and you say to yourself that
sometimes speaking does not reflect the writing skills, either.
Whose responsibility is it to undertake teaching writing to graduate students? The faculty
who teaches them? A writing center with trained consultants? The English department? Should
CODA mandate that writing be included as a standard in postgraduate curriculum? Seven of the
twelve faulty interviewed in my research study did not have English as their first language. Since
these faculty are sensitive to the challenges confronted by second language students, are they
better equipped to take the lead in addressing second language students’ writing challenges?
Singleton-Jackson et al., (2009) called for a professor focused study to test graduate
professors for writing proficiency. The goal of such a study according to the researchers would
be to glean to what degree graduate faculty are prepared to teach writing skills to graduate
students and to also discover graduate faculty’s attitudes toward teaching graduate students to
write. There is a need for faculty to engage in dialogs of this nature to begin to address this very
important issue.
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Limitations and Call for Further Research
The present study is not without limitations. The selection of participants to be
interviewed for this research project was accomplished through purposive sampling. Since this
form of selection entails choosing participants by nonrandom means, the researcher is subjective
and therefore biased in the selection of subjects for the study. The outcome is that “this impedes
the researcher’s ability to draw inferences about a population” (Etikan et al., 2016).
I knew all the faculty professionally. Had I extended the participant pool to include other
postgraduate departments or other health care disciplines (Pharmacy, Medicine, Nursing), I could
have learned about their writing needs and the implications for providing writing assistance
across the health sciences in this University. This could be an area of future research study. The
literature in general does call for more research on graduate writing in health care and this
project has begun to fill that gap. More research is needed in this area.
It would be interesting to find out if other dental graduate programs exhibit the same
writing challenges that were revealed by this study. This could be an area that could be
considered for future studies because the information could be valuable in implementing writing
programs across graduate dental disciplines.
An outcome of this study was the key role of faculty in teaching writing to graduates and
the challenges they confront in teaching writing. With a plethora of teaching commitments and
other academic and professional responsibilities, it would be worthwhile to provide teaching
support for faculty. This could be an area of future research to ascertain how practical it would
be for faculty to undertake teaching writing along with teaching their discipline specific course
load or if teaching writing is an area that they should even undertake.
English for academic purposes focused on graduates with English as a second language
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and in particular graduates in the health sciences is an area that is worthy of further research.
Ferris and Hedgcock (2014) provided data from 2009-2011 Open Doors report that showed a
10% increase per year in enrollment in U.S. universities and colleges of international students.
Research focused on this group will be especially important in addressing their writing needs.
Conclusion
Obtaining this information about faculty expectations for writing at the postgraduate level
in the CDM will ultimately lead to better strategic planning for discipline specific writing
requirements.
The findings of this study revealed that there is an expressed need for support in
academic writing, professional writing, and for writing instructions for students with English as a
second language within the postgraduate certificate programs at the CDM.
Drawing from the literature on the need for writing support at the graduate level and the
conclusions from this study, students can benefit from writing assistance. “Finally, we must face
the reality that deficiencies in these writing skills block a student’s advancement toward
fulfilling degree requirements, and extraordinary deficits in writing skills are a major obstacle to
success in graduate school” (Ondrusek, 2012, p. 185).
The challenge of teaching writing to students with English as a second language surfaced
as an area of concern among the faculty who were interviewed. Cooper and Bikowski (2007)
acknowledged the importance of addressing this challenge, “despite the difficulties of preparing
EAP [English for Academic Purpose] students for the genres and/or tasks in their specific
disciplines, their specific disciplinary needs cannot be ignored when designing curriculum” (p.
208).

39

As Interviewee 11 (M.S., M.B.A, 15 yrs.) aptly shares in regard to this project and the
benefits of writing for our student population:
I think that this is a really good topic. I know that a number of faculty would welcome
that, even with our predoctoral students. We ask our predoctoral students to also write
portfolios and they have to write papers and they need help as well. So, it starts at the
predoctoral level, if we educate them so that when they go into the postgraduate
programs they are able to write easier. And the thing of it is, for some reason people
don’t like to write, and I think part of the reason is because they don’t know how to write.
So, if they are taught to write, then they like doing it better, they are better at it, and they
are more willing to do it. So, they will have better projects because this is the ideal fertile
ground to generate new knowledge.
The faculty who interact with graduate students are in an ideal position to offer
information about their expectations for writing at the graduate level since, “by ascertaining to
what degree graduate students can write, faculty and administration may glean a better
understanding of how to help their students use writing to transition from students to scholars”
(Singleton-Jackson et al., 2009). Such an outcome is the overall intent of this research study.
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